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ABSTRACT
Video viewing can be a valuable resource to expose students to large
quantities of input so they can improve their vocabulary and content
comprehension. Most studies so far have used short clips and have not
explored in much detail the effects of individual differences (IDs) such as
aptitude, listening skills and vocabulary size. This paper aims to address
this gap by exposing 57 Grade-10 EFL learners and 60 university
students to captioned video. On a weekly basis over an academic term,
all learners were pre-taught a set of target words (TWs); half of them
(the experimental group) were additionally shown captioned episodes
from a TV series containing the TWs. All learners were pre- and post-
tested on the TW forms and meanings. Results revealed significant
differences between experimental and control groups in the learning of
TWs in the high school population, but not among university
participants. A main effect for proficiency was observed on the learning
scores for both TW forms and meanings. However, language aptitude
was only a significant factor for TW meanings. Results are discussed








Vocabulary is undoubtedly essential for language use (Nation and Waring 1997). However, the
number of words taught - and hopefully learned - in classroom settings is said to be insufficient in
order to really advance in foreign language (FL) learning (Malone 2018). Thus, students need to
look for alternative sources of input in order to progress in their FL development. Among these
other sources of input, recent research has begun to examine the potential for L2 vocabulary devel-
opment of television viewing (Peters and Webb 2018; Rodgers 2013), particularly with captions
(Montero Perez, Van den Noortgate, and Desmet 2013; Montero Perez et al. 2014; Sydorenko
2010). Most studies so far have demonstrated a positive effect of FL television for vocabulary learning
(e.g. Winke, Gass, and Sydorenko 2010); however, captions have not always been proven to be be-
neficial for this area of language learning (Rodgers 2013), potentially leading to cognitive overload
at beginner levels which, in turn, hinders language acquisition (Mayer, Lee, and Peebles 2014).
Vocabulary size, or ‘how many words a learner knows’ (Coxhead, Nation, and Sim 2015: 121), has
been shown to have a positive effect on areas of language learning such as reading (Laufer and
Ravenhorst-Kalovski 2010; Nation 2006; Webb and Chang 2015) or listening and writing (Staehr
2008). This positive relationship has also been observed in vocabulary learning through (captioned)
video viewing (Montero Perez, Peters, and Desmet 2018; Peters, Heynen, and Puimège 2016; Peters
and Webb 2018), in what might be seen as an instance of the Matthew effect,1 or the ‘rich-get-richer’
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principle, according to which higher ability students tend to make greater language gains (Penno,
Wilkinson, and Moore 2002; Stanovich 2009). Similarly, language aptitude has been linked to
greater vocabulary knowledge (e.g. Dahlen and Caldwell-Harris 2013; Kormos and Sáfár 2008). So
far, SLA research has looked into the connections between vocabulary learning, language aptitude
and proficiency in many ways, but to our knowledge, not in a classroom in the context of learning
vocabulary from viewing captioned TV series.
The aim of this study is thus twofold: first, it aims to examine whether captioned video viewing,
supporting teacher-led instruction2 can lead to higher vocabulary gains than teacher-led instruction
only; second, it explores the influence on vocabulary learning supported by captioned video of L2
proficiency (operationalised as vocabulary size and listening skills) and language aptitude.
Literature review
Vocabulary learning through (captioned) video
In FL contexts (i.e. learning the language in a classroom context in a country in which it is not spoken
by the community), where exposure to the target language (TL) is typically limited to a few hours per
week (Muñoz 2008), learners need to find additional sources of input and new opportunities for
exposure to the TL. Among these, viewing (captioned) television is one of the most prevalent
sources of input for FL learning (Lindgren and Muñoz 2013). Given the widespread use of audiovisual
media and the growing popularity of audiovisual materials in language teaching, research has
focused on investigating the extent to which foreign language acquisition can be boosted by multi-
modal input (Ghia 2012; Mitterer, and McQueen 2009; Vanderplank 2010, 2016).3
Most research so far has been directed to the role that captions or L2 subtitles4 play in learning FL
vocabulary, almost neglecting the question of whether video viewing alone, with no written support,
can promote increased learning. In this respect, only two studies that we are aware of have compared
vocabulary learning with, and without, video viewing. Rodgers (2013) investigated the incidental
vocabulary acquisition of a set of 60 TWs in Japanese (pre-)intermediate EFL undergraduates who
watched ten episodes of an American television series. Results showed a small but significant
impact for watching English-language television, indicating that encountering the words in
context and with visual support promoted incidental vocabulary acquisition. More recently, Peters
and Webb (2018) looked at vocabulary acquisition through video viewing in Flemish intermediate
EFL learners. Learners in the experimental condition watched a one-hour long documentary while
the control group just took the vocabulary tests. All participants were tested on the meaning recog-
nition and recall of 64 TWs one week before the experiment and immediately after it. Statistical ana-
lyses revealed significant differences between the two conditions, with video viewing explaining 21%
of the variance on the meaning recall test and 8% on the meaning recognition test. However, the
authors call for further research because their results were not felt to be generalisable to other popu-
lations due to the strong presence of English in Flanders, where television and movies are not
dubbed (European Commission 2011) and people are exposed to original version audiovisual
material from an early age – not typically the case in other areas of the world.
Whether captions, or any other kind of subtitling, facilitate vocabulary learning has also been a
focus of investigation over the past years. In this respect, a state-of-the-art review (Vanderplank
2016) and a meta-analysis (Montero Perez, Van den Noortgate, and Desmet 2013) have confirmed
the benefits, but also the limitations, of captioning for FL learning. Captions appear to be beneficial
for specific areas of language development, in particular, vocabulary acquisition, listening compre-
hension, learning strategies, speech segmentation and literacy development. Their impact on two
of these areas (vocabulary acquisition and listening comprehension) was systematically reviewed
in Montero Perez, Van den Noortgate, and Desmet’s (2013) meta-analysis. With respect to vocabulary
learning, the authors selected ten research studies (all of which compared captioned and uncap-
tioned video viewing) and found a large effect size for captioning on the vocabulary tests
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administered, supporting the idea that ‘learners who were exposed to captioned video significantly
outperformed learners in the control group (p< .001)’ (730). Captioning proved to be equally effective
on recognition and recall tests. However, these results should be interpreted with caution as, ideally, a
larger number of research studies should have been included in the sample, in particular, on voca-
bulary recognition. The authors concluded that captioning was beneficial for all levels of proficiency,
provided that the input matched learners’ actual interlanguage level.
More recently, research has found that watching video with different types of captioning (full,
keyword, full with highlighted keywords or glossed) was conducive to higher scores on FL vocabulary
tests than watching uncaptioned videos. This was especially true for form recognition and clip associ-
ation tests, which assessed whether participants associated words with the corresponding clip. Pro-
gress was harder to observe on more demanding tests such as meaning recall (Montero Perez et al.
2014; Montero Perez, Peters, and Desmet 2018). Some studies (e.g. Sydorenko 2010) have neverthe-
less found that captions are indeed beneficial for the learning of TW meanings, rather than simply
promoting higher scores on form recognition tests. Captions have also been shown to be beneficial
for learning both written and aural forms of words, as indicated by Winke, Gass, and Sydorenko’s
(2010) results analysing the behaviour of second-year university learners of Spanish watching
three short videos, either with, or without, captions. However, other studies have found uncaptioned
video viewing to be equally effective, resulting in the same amount of vocabulary learning as cap-
tioned viewing (Galimberti 2016; Rodgers 2013; Yuksel and Tanriverdi 2009). In one case (Hsu
2013), viewing uncaptioned video even led to greater use of advanced vocabulary in participants’
writing than viewing captioned videos.
The effect of vocabulary size and listening skills on vocabulary learning from (captioned) video
Research has been able to identify a positive significant relationship between vocabulary size (VS)
and different aspects of lexical knowledge: form and meaning recognition (Montero Perez et al.
2014; Peters, Heynen, and Puimège 2016), form recall (Peters, Heynen, and Puimège 2016) and
meaning recall (Montero Perez et al. 2014; Montero Perez, Peters, and Desmet 2015; Peters,
Heynen, and Puimège 2016). It is thus reasonable to conclude that ‘the effect of this parameter
[VS] seems to be quite robust, as the effect of vocabulary size was about the same in all tests, viz.
the odds of a correct response increased 2–5% for one word known more in the vocabulary
size test’ (Peters, Heynen, and Puimège 2016: 145). These results were confirmed by Peters and
Webb (2018), who found that ten more words known on the VS test increased by 32% the odds
of getting a correct response on meaning recall and form and meaning recognition tests.
Likewise, a positive relationship has also been observed between prior vocabulary knowledge and
scores on immediate vocabulary tests tapping into colloquial language use (Frumuselu 2015). A
higher proficiency level was also found to lead to more vocabulary uptake in studies comparing
two groups of students at different ages (taken as a proxy for different proficiency levels) in the
same instructional context and following the same experimental design (Alexiou 2015; Aurstad
2013; Kvitnes 2013).
No studies to date that we are aware of explore the effects of listening skills on vocabulary learning
through video viewing. Previous research examining the relationship between vocabulary and listen-
ing has shown that vocabulary size is significantly, although modestly, correlated with listening com-
prehension (Noreillie et al. 2018; Staehr 2009). This also holds true as far as the relationship between
vocabulary depth and listening comprehension is concerned (Staehr 2009). However, when compar-
ing listening with other language skills, it correlates with vocabulary to a lesser extent than reading or
writing (Staehr 2008) or even speaking (Miralpeix and Muñoz 2018). In this latter study, for example,
the authors found that listening was the least correlated skill with vocabulary size, explaining 15.6%
of the variance in the vocabulary size scores. Listening activities are nevertheless often suggested as a
good source of input for vocabulary learning (Elley 1989; Maneshi 2017; van Zeeland and Schmitt
2013; Vidal 2003) and retention (Vidal 2011).
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Language aptitude and vocabulary learning
Language aptitude has been defined as a set of cognitive abilities that are ‘predictive of how well,
relative to other individuals, an individual can learn a foreign language in a given amount of time
and under given conditions’ (Carroll and Sapon 2002: 23). Although it has consistently been con-
sidered a multi-componential construct, the actual elements that contribute to the aptitude construct
are debatable. The traditional conceptualisation of aptitude (Carroll 1981) considers that it consists of
phonemic coding, inductive language learning, grammatical sensitivity and rote learning. Apart from
inductive learning, these components are tested in various subtests comprising the most widely used
aptitude test to date, the Modern Language Aptitude Test (Carroll and Sapon 1959), and revisited in a
newer, freely available test designed for research, that is, the LLAMA test (Meara 2005a). This test
involves the following sub-tests, each of which is designed to measure different learning abilities:
. LLAMA B – vocabulary learning: test-takers are expected to learn 20 words associated with a target
image in two minutes. In the testing phase, test-takers are instructed to match the name of an
object with its drawing.
. LLAMA D – sound-pattern recognition: after listening to a string of ten sound sequences, test-
takers are expected to discriminate between previously heard or unheard sound strings.
. LLAMA E – sound-symbol association: test-takers learn the sound of 24 written syllables for two
minutes and then have to associate them with two-syllable written combinations.
. LLAMA F – grammatical inferencing: test-takers have to infer the rules of an unknown written
language from the principles underlying a set of pictures representing them.
Other recent conceptualisations of aptitude have attempted to include other constructs, such as
working memory (Miyake and Friedman 1998) and phonemic short-term memory (Bolibaugh and
Foster 2013), and try to take into consideration such factors as the influence of implicit and explicit
learning processes (Kaufman et al. 2010).
The overall score from an aptitude test such as the MLAT gives a general indicator of aptitude.
However, different sub-components or ‘aptitudes’ (Carroll 1993: 675) may well be specifically
helpful in mastering different aspects of language knowledge and skills, and thus, overall aptitude
scores may not necessarily be strongly associated with a specific skill such as vocabulary learning.
In a recent meta-analysis, Li (2016: 801) reported that ‘aptitude measured using full-length [aptitude]
tests was a strong predictor of general L2 proficiency, but it had low predictive validity for vocabulary
learning and L2 writing’. In any case, aptitude research has typically tended to focus on L2 morpho-
syntactic learning (Saito 2017) and only a few relevant studies have analysed the association of apti-
tude with vocabulary learning: these include Granena and Long (2013) on the role of aptitude in lexis
and collocations learning in adults with age of onset 16–29; Dahlen and Caldwell-Harris (2013) on
word recall and recognition; and Saito (2017) on lexical frequency and richness.5 Aptitude tests are
designed to predict rate of language learning to account, at least in part, for why in similar conditions,
some learners will advance quicker than others. However, research shows that while aptitude scores
do appear to be highly predictive of rate of progress at early language learning stages (Doughty
2019), the role of aptitude seems to diminish as L2 proficiency improves, presumably because
more proficient learners can resort to other cognitive skills and strategies to advance their language
learning (Serafini and Sanz 2016; Winke 2013).
Language aptitude and implicit and explicit learning
The constructs of explicit and implicit knowledge have been widely researched in SLA. Explicit
language knowledge is derived from an active and conscious learning process whereas implicit
language knowledge develops without necessary awareness (Andringa and Rebuschat 2015; Williams
2009). There has been significant debate as to whether aptitude is relevant only in the case of explicit
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learning, or whether it plays a role in implicit learning too (see Skehan 2012). It is indeed plausible that
different ‘aptitudes’ are involved in the two different learning processes. This was in fact highlighted
by Granena’s (2013) study, where principal components analyses of the tests comprising LLAMA
identified an explicit learning component, based on the LLAMA B, E and F subtests, and an implicit
learning component, based on LLAMA D. Nevertheless, a recent meta-analysis (Li 2015) concluded
that aptitude seemed more likely to be involved in explicit contexts, though Hwu and Sun (2012)
found that, in high aptitude learners, aptitude did not seem to play a differential role in explicit vs.
implicit contexts. In the specific case of L2 vocabulary learning in FL contexts, it seems likely that
explicit learning is involved to a great extent, despite the fact that we acquire much of our L1 voca-
bulary incidentally. This is no doubt due to the limitations of the FL context, where there is typically
insufficient input for sustained incidental vocabulary learning to occur (Webb and Nation 2017). It is
reasonable to assume, therefore, that aptitude may well be a factor influencing effective L2 vocabu-
lary learning.
The present study
Aims and research questions
Research so far has shown that captioned video viewing is generally beneficial for language learners.
However, ‘there are few substantial studies that have involved watching captioned videos or films
over a period of a few weeks in order to assess changes of behaviour and gains over time’ (Vander-
plank 2016: 117; see Bravo (2008) or Rodgers (2013) for exceptions). One of the aims of this study is
thus to investigate the effect on vocabulary learning of sustained exposure to captioned videos in the
context of formal teaching. Previous research has also mainly focused on university learners (e.g.
Etemadi 2012; Winke, Gass, and Sydorenko 2013) so this study also includes a younger lower-profi-
ciency group of participants (specifically Grade 10 students, aged 15–16). L2 proficiency has been
shown to impact directly on vocabulary learning, but the role of FL aptitude has not been investi-
gated in detail. This study, therefore, also sets out to explore the impact of both proficiency (as
measured by participants’ listening skills and vocabulary size) and FL aptitude (in its traditional con-
ceptualisation as measured by the LLAMA test) on vocabulary learning through captioned video
viewing as part of formal classroom-based language learning. Our research questions are as follows:
In high school and university EFL learners:
(1) does sustained exposure to captioned episodes from a TV series in the context of formal
language instruction lead to significant gains in vocabulary learning, compared to receiving
formal language instruction only?
(2) to what extent do listening skills, vocabulary size and language aptitude mediate any gains in
vocabulary learning from viewing captioned episodes from a TV series in the context of formal
language instruction?
Participants
Participants were recruited from two different educational contexts: high school, representing an
under-researched population in this area (Plonsky 2015), and university, for comparison purposes.
Only those students who completed the full range of experimental tasks were included in the analysis
for this study, resulting in a total of 117 participants: 57 learners (28 males and 29 females), aged 15–
16, enrolled in their last year of compulsory secondary education, and 60 first-year university students
(21 males, 39 females) aged 18–26. Intact classes were respected in assigning participants to the
experimental (EG) and control group (CG) (see Table 1).
All learners were Catalan-Spanish bilinguals studying English in public institutions in Barcelona
and its metropolitan area. The high school students had received at least 1,100 h of formal instruction
in the TL and were expected to be at a low-intermediate level. According to their scores on the Oxford
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Placement Test (OPT), their average level was B2 on the Common European Framework of Reference
for Language (CEFR), as shown by the correspondence between OPT scores and the CEFR (Allan
2004). The university students were enrolled in their first year of Media Studies at the University of
Barcelona. They had received at least 1,300 h of formal instruction and so were expected to be at
an upper-intermediate or low-advanced level, although within-group variability varied from A2 to
C1 according to the CEFR.
Instruments
Video episodes
Eight episodes from the TV series I Love Lucy (Oppenheimer and Arnaz 1951) were selected. The epi-
sodes were presented to the EG in English and were accompanied by English captions. The episodes
ranged between 22 m 15 s and 24 m 57 s, the average length being 24 m 30 s. The total viewing time
was 3 h 15 m 59 s, excluding opening and ending themes. This TV series was chosen as it had been
used with university students (Cokely and Muñoz forthcoming), who showed a positive attitude
towards it. An analysis of the lexical profile of the eight episodes using VocabProfile v2.0 (Cobb
ongoing) and the BNC/COCA frequency lists (Nation 2012) revealed that 95% coverage was
reached at the 2,000-word level, while knowledge of the first five thousand words was needed to
reach 98% coverage.
Vocabulary tests
From each of the eight episodes, five TWs were selected, making a total of forty TWs over the term.
Words unlikely to be known by the participants were selected, and care was taken to avoid cognates
as much as possible. Only words appearing at least twice in the specific episode were selected: see
Appendix for further information on the TWs. Pre- and post-tests were then designed to measure (1)
participants’ productive knowledge of the TW orthographic forms in a spelling test (Webb 2007) and
(2) their meaning recall through L2 to L1 translation. Our study used two tests measuring different
lexical aspects (form and meaning) in order to ensure that possible vocabulary learning gains were
not underestimated (Nation and Webb 2011). Spelling (or knowledge of the TW form) was tested
for two reasons: participants in both groups were exposed to the English word forms through the
instructional activities, and students in the EGs also saw the English written forms in the video cap-
tions (see Procedure below).
The pre-test and post-test comprised an audio recording by a native speaker, where each TW was
read out twice. The presentation of items was randomised to lessen memory effects, and primacy and
recency effects. At both pre- and post-test, participants were asked first to write down the English
word form (spelling test). To measure meaning recall, participants were asked to provide a
Spanish or Catalan translation or definition.
Formal instructional materials
Five TWs were explicitly taught in each of the eight sessions through two kinds of formal instructional
materials: a vocabulary pre-task at the beginning of the session and a vocabulary post-task after
watching the episode (EG) or at the end of class (CG) (see Procedure below).
The pre-tasks engaged all participants in a learning process that was intentional and explicit
(Schmitt 2008). They followed a focus-on-forms approach (Laufer 2006) with different practice
formats such as matching exercises, fill-in-the-blanks and crosswords; they resembled some of the
Table 1. Distribution of participants.
Level EG (n) CG (n) Total (N)
High school 30 27 57
University 37 23 60
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vocabulary exercises found in coursebooks. The TWs were presented in a context different from the
one where they appeared in the TV series, even though care was taken to ensure that, in case of poly-
semous words, the meanings were the same as those presented in the TV series.
In the post-task, learners were required to listen to an audio recording of the TWs, and then write
down the English word forms. They were also asked to select the best Spanish translation out of six
options in a multiple-choice task, as presented below for the TW ‘to sneeze’. The options appeared in
randomised order so as to avoid a predictable pattern. Although it was assumed that the TWs should
have been known after students had engaged with the pre-task, the ‘I don’t know’ option was added
to check whether this was actually true or not and to minimise guessing. Students were explicitly told
to select it if they were not completely sure about the answer (Zhang 2013).
(1) The key [e.g. estornudar (to sneeze)].
(2) A semantically related distractor from the same part of speech as the TW [e.g. resfriarse (to catch a
cold)].
(3) A distractor from the same part of speech as the TW and phonologically similar to the English
form of the item [e.g. congelar (to freeze)].
(4) A distractor from the same frequency band and different part of speech as the TW [e.g. supersti-
ción (superstition)].
(5) A hapax, an item which appeared in the episode although it was not selected as a TW [e.g. inscri-
bir (to register)].
(6) An ‘I don’t know’ option [No lo sé (I don’t know)].
Proficiency tests: listening skills and vocabulary size
All participants completed two proficiency tests: the listening part of the Oxford Placement Test
(Allan 2004), containing 100 items, and the X_Lex v2.05 (Meara 2005b) and Y_Lex v2.05 (Meara
and Miralpeix 2006) vocabulary size tests. In the OPT, participants are asked to listen to 100 original
sentences presented by native speakers and decide which of the two options given corresponds to
the words uttered in the recording. Both options are semantically and grammatically plausible, so test
takers can only rely on their listening abilities to choose the most appropriate answer.
The vocabulary size tests, considered to be breadth tests, measure how many words participants
know in English. X_Lex v2.05 analyses the vocabulary included in the first 5,000 words whereas Y_Lex
v2.05 taps into vocabulary included in the 6,000–10,000 word range. The learners’ task consists in decid-
ingwhether theword appearingon the screen is knownor unknown to them.However, the tests contain
a number of invented yet plausible English words; if learners claim to know one of these pseudo-words,
their scores are adjusteddownwards. Inorder tobeas accurate as possible, VS scores by learnerswhohad
claimed to know six or more pseudo-words were excluded from the analysis based on Miralpeix (2012),
which resulted in deleting data from 21.37% of the initial cohort of participants.
Aptitude test
The LLAMA test (Meara 2005a; see above for detail) was chosen to determine the participants’
language aptitude as it is a free computer-based test widely used in SLA research and it is considered
‘robust and not subject to significant external factors or individual variables that would influence their
results’ (Rogers et al. 2017: 56).
Procedure
The research was conducted over an academic term, during one class session a week over 11 weeks.
One week before the beginning of the pedagogical intervention, participants completed the voca-
bulary size tests and the language aptitude test. In the second session, learners completed the lis-
tening part of the OPT and the vocabulary pre-test. This was followed by the eight intervention
sessions.
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As one of the aims of the study was to investigate whether captioned video viewing could
enhance formal classroom-based vocabulary learning, the five TWs relevant to each week’s video
episode were pre-taught in class to both the control and the experimental groups. The vocabulary
exercises were completed either individually or in small groups. The key to these exercises was pro-
vided orally by the teacher immediately afterwards, with the class invited to raise any doubts or ques-
tions regarding the TWs. The pre-task lasted around tenminutes. The EG then watched one captioned
episode of the TV series while the CG completed other activities unrelated to the TWs for about
twenty-five minutes. At the end of each session, all participants completed the post-task targeting
the TWs to ensure that they had further opportunities to learn them. The completion of the post-
task lasted around ten minutes and no feedback was provided in class.
One week after the eight intervention sessions, the vocabulary post-test was administered in order
to be able to compute for lexical gains. The whole treatment design was integrated within the course
curriculum but did not count in the participants’ assessment grades. Students were at all times
encouraged to answer as well as possible, and they were allocated course credits for participating
in the study regardless of their scores in the tests and tasks. The design of the study is detailed in
the following table (see Table 2).
Scoring
Vocabulary tests
The vocabulary pre- and post-tests were scored dichotomously, with 0 points for an incorrect answer
and 1 for a correct response. For a TW form to be considered correct, no orthographic mistakes were
allowed. As Webb (2007: 55) argues in relation to his intermediate level participants:
This was because the learners were given the phonological forms of the target words as a cue to recall. Since the
participants were at the intermediate level and were likely to have learned most if not all of the rules of spelling,
phonological cues would be enough to at least lead them to write a close approximation of the target words. If
responses with minor spelling mistakes were marked as correct, then it could not be determined whether it was
due to repetition -an encounter with the target words in the tasks- or the phonological prompt.
In this respect, words like ‘furnace’ or ‘to hobnob’ were marked as incorrect if written ‘furnac’ or ‘to
hopnob’, respectively. Regarding TW meanings, the criteria adopted were slightly more lenient and
definitions, synonyms or translations were accepted. However, in case of polysemous words, only
the meaning shown in the TV series and focused on in the vocabulary instructional materials was
accepted as a correct response.6 Less strict criteria, taking into consideration partial knowledge of
TWs, were also applied but significant differences were not found between these two scoring pro-
cedures (Gesa forthcoming). For this reason, only the stricter scores are reported in the paper.
Absolute vocabulary gains (post-test minus pre-test scores) for form and meaning were calculated.
To obtain a more fine-grained measure, items were then classified into two categories: learned (TW
forms or meanings not known on the pre-test but known on the post-test) and known (TW forms or
meanings known on both the pre- and post-test), so as to calculate relative gains. These control for
the number of TWs at the item level that students already knew on the pre-test (Horst, Cobb, and
Meara 1998; Peters and Webb 2018; Rodgers 2013):
Relative gains = N of forms or meanings learned
N of items – N of forms or meanings known
× 100
Table 2. Design of the pedagogical intervention.













Group EG ✓ ✓ ✓ ✓ ✓ ✓
CG ✓ ✓ ✓ ⨯ ✓ ✓
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Formal instructional materials
The results from the vocabulary pre- and post-tasks for each session will not be reported in this paper
since they were included to give participants the opportunity to learn the TWs explicitly and do not
provide a measure of vocabulary acquisition.
Aptitude tests
The maximum score for the LLAMA B, E, and F sub-tests is 100 and 75 for LLAMA D. For the sake of
comprehensibility, the scores of LLAMA were transformed into percentages, as were absolute and
relative gains.
Analysis
TW forms and meanings were analysed as separate constructs since they tap into different aspects of
lexical knowledge (Nation 2013). The data for the high school and the university groups were ana-
lysed separately. Descriptive results for the two proficiency measures (see Table 3) showed that, irre-
spective of level (high school or university), the listening skills of all learners as measured by the
OPT fell within the CEFR B2 level. On the vocabulary size test, the university group (with a mean
score of 3,088 words on the X_Lex test) were classed at B1 level, while the high school group
(2,472 words on the X_Lex test) were at the A2 level (Meara and Milton 2003; Milton 2010; Milton
and Alexiou 2009).7
To determine the comparability of the high school and university groups, a Mann–Whitney U test
was run on the listening test scores and an independent samples t-test on the VS scores, according to
the normality of the data following the Kolmogorov–Smirnov test. No significant differences were
found on the listening test (U= 1,851, p=.441) (university – Median= 69.50 vs. high school –
Median= 67.50), but there were significant differences on the vocabulary size test (t(105.79)=
−4.329, p= .000). Regarding the scores on the LLAMA tests (see Table 4 for the descriptive results),
there were no significant differences between the high school and university groups, as shown by
another independent-samples t-test (t(110)=−.039, p= .969). As differences arose in one of the profi-
ciency measures administered (i.e. vocabulary size), our decision to analyse the two age groups sep-
arately was reaffirmed.
To answer the first research question – whether the experimental treatment (viewing captioned
episodes from a TV series) had an effect on the learning of the target vocabulary – two Generalised
Table 3. Descriptive results of proficiency tests.
Level Group
X_Lex / Y_Lex Listening OPT
Mean SD Min. Max. Mean SD Min. Max.
High school EG (n = 30) 3,455 922 2,100 5,600 68.37 7.62 56 92
CG (n = 27) 3,496 1,009 1,350 5,750 69.07 6.55 51 83
All (n = 57) 3,475 956 1,350 5,750 68.70 7.08 51 92
University EG (n = 37) 4,528 1,343 1,650 7,150 69.19 6.96 57 82
CG (n = 23) 4,233 1,417 2,000 7,250 70.35 8.21 56 83
All (n = 60) 4,415 1,367 1,650 7,250 69.63 7.42 56 83
Table 4. LLAMA descriptive results in percentages.
Level Group LLAMA B LLAMA D LLAMA E LLAMA F LLAMA Total
Mean SD Mean SD Mean SD Mean SD Mean SD
High school EG (n = 30) 61.07 24.55 35.48 19.96 76.07 23.15 49.64 25.31 55.57 14.74
CG (n = 27) 54.79 19.25 33.61 18.18 74.58 27.92 49.79 20.24 53.19 12.99
All (n = 57) 58.17 22.27 34.62 18.99 75.38 25.24 49.71 22.89 54.47 13.88
University EG (n = 37) 54.86 21.62 39.82 23.86 70.81 27.53 49.05 23.45 53.64 16.52
CG (n = 23) 51.74 18.19 33.91 17.97 79.13 20.65 59.57 22.25 56.09 10.49
All (n = 60) 53.67 20.27 37.56 21.82 74 25.26 53.08 23.38 54.58 14.46
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Linear Models (GLZs) with gamma distribution were run, one testing relative gains in knowledge of
TW form and the other, relative gains in knowledge of TW meaning. Level (high school vs. university)
and condition (EG vs. CG) were entered as fixed effects and their simple contrasts were subsequently
inspected. Data from all participants were included in the analysis (N = 117).
To answer the second research question – whether proficiency, operationalised as vocabulary size
and listening skills, and aptitude, as measured by the LLAMA test, mediate the learning of vocabulary
after sustained exposure to captioned video viewing – only data for the EGs (n = 67) were taken into
consideration since the other participants were not exposed to the video viewing treatment (in line
with Peters and Webb 2018). General Linear Models (GLMs) were run in SPSS using the Generalised
Linear Mixed Model interface. In the models, listening skills, vocabulary size, LLAMA total score (as a
comprehensive measure of participants’ language aptitude) and level (high school vs. university)
were entered as fixed effects. Subsequently, both GLMs were rerun without level as a fixed effect,
since it was the only parameter which failed to reach statistical significance in all analyses (see
Results section).
Results
Descriptive results computed for the pre- and post-tests (see Table 5) indicated that all participants,
regardless of level and condition, knew significantly more of the target vocabulary forms and meanings
at the end of the research period than at the beginning. These results were further analysed by paired
samples t-tests and Wilcoxon signed-rank tests, based on the regularity conditions of the data. All of
them confirmed that participants had made vocabulary learning gains over the academic term
(p< .001 in all cases). In most cases, the EGs outperformed the CGs in both absolute and relative
gains (see Table 6).
TW form
Research question 1: the impact of viewing captioned video on learning of vocabulary form
Results from the GLZ showed a significant main effect for condition (F(1, 111)= 4.575, p=.035) on the
measures of TW form, confirming that participants in the EGs made significantly more vocabulary
form gains than the CGs. There was also a significant effect for level on the number of TW forms
Table 5. Descriptive results of pre- and post-test in form and meaning per groups.
Level Group
Pre-test (%) Post-test (%)
Form Meaning Form Meaning
Mean SD Mean SD Mean SD Mean SD
High school EG (n = 30) 17.60 9.75 3.19 5.21 39.56 19.42 18.39 15.51
CG (n = 27) 16.19 10.76 2.43 4.93 32.98 18.35 10.53 8.96
University EG (n = 37) 25.21 13.57 9.08 8.78 48.67 19.69 28.32 15.33
CG (n = 23) 17.98 13.59 4.33 6.07 43.85 16.40 22.36 12.59




Experimental Group Control Group
Mean SD Min. Max. Mean SD Min. Max.
High school Form Absolute 21.96 13.57 0 45.00 16.78 11.29 0 37.50
Relative 29.75 17.45 0 62.96 22.75 15.03 2.63 53.57
Meaning Absolute 15.20 13.00 0 45.00 8.09 6.75 0 22.50
Relative 16.39 14.00 0 47.37 8.94 7.05 0 25.00
University Form Absolute 24.09 13.77 −12.50 52.50 25.87 10.68 10.00 48.57
Relative 36.17 17.07 0 68.18 33.14 12.69 12.82 58.62
Meaning Absolute 19.62 10.18 0 45.00 18.02 9.51 5.00 40.00
Relative 23.36 12.01 2.50 55.17 19.52 10.63 7.50 43.59
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gained (F(1, 111)= 8.413, p=.004), with university students significantly outperforming high school
learners. The interaction between the two fixed effects was not statistically significant (F(1,
111)= .922, p= .339). In order to know whether significant differences between conditions arose at
both levels, simple contrasts between EGs and CGs at university and high school were considered.
These revealed that differences between conditions were only statistically significant in high
school (β= 8.023, p= .033), but not at university (β= 4.035, p= .401).
Research question 2: the mediating effect of vocabulary size, listening skills and language
aptitude on learning of vocabulary form
In relation to the second research question, the first GLM showed a significant effect for listening skills
(F(1, 60)= 20.624, p= .000), indicating that participants’ listening proficiency influenced the learning of
TW forms. The other factors did not have a significant effect on gains in knowledge of TW forms: voca-
bulary size (F(1, 60)= 3.679, p= .060); language aptitude (F(1, 60)= .457, p= .502) and level (F(1,
60)= .161, p=.690). However, in the second GLM run, without level as a fixed effect, both listening
skills (F(1, 61)= 20.766, p= .000) and vocabulary size (F(1, 61)=5.725, p= .020) turned out to be statisti-
cally significant, supporting the idea that stronger listening proficiency and a larger vocabulary size
favour the learning of TW forms. Language aptitude remained non-significant (F(1, 61)= .398, p= .530).
TW meaning recall
Research question 1: the impact of viewing captioned video on learning of vocabulary meaning
The GLZ revealed that the experimental condition played a significant role in the number of TW
meanings gained during the intervention (F(1, 109)= 8.154, p= .005), with the EGs significantly outper-
forming the CGs. Level was also significant (F(1, 109)= 16.003, p= .000), with university students sig-
nificantly outperforming high school students. However, the interaction between level and condition
did not reach statistical significance (F(1, 109)= 1.946, p= .166). Simple contrasts between experimen-
tal conditions at each level were further examined and revealed that, in high school, the EG gained a
significantly larger number of TW meanings than the CG (β= 6.902, p= .005), but this was not the case
at university (β= 3.840, p= .288).
Research question 2: the mediating effect of vocabulary size, listening skills and language
aptitude on learning of vocabulary meaning
Focusing on the mediating role of proficiency (as measured by vocabulary size and listening skills)
and language aptitude on the meaning recall test, the first GLM showed that all fixed effects,
except for level (F(1, 60)= 3.220, p= .078), played a significant role: listening skills (F(1, 60)= 12.403,
p= .001), vocabulary size (F(1, 60)= 6.101, p= .016), and language aptitude (F(1, 60)= 5.591, p= .021).
In the second model that was run, without the non-significant factor (i.e. level), the same three vari-
ables remained statistically significant: vocabulary size (F(1, 61)= 13.424, p= .001), listening skills (F(1,
61)= 10.724, p= .002) and language aptitude (F(1, 61)= 4.411, p= .040), showing that the combination
of stronger listening skills and higher language aptitude, together with a larger vocabulary size,
favoured the learning of TW meanings.
Discussion
The aim of this study was twofold: first, to examine the impact on vocabulary learning of captioned
video viewing in support of formal classroom instruction, compared with formal classroom instruc-
tion only; second, to investigate the extent to which proficiency and language aptitude mediated
the impact of captioned video on EG participants’ vocabulary learning. Results revealed that all lear-
ners made significant gains in their knowledge of TWs over the course of the intervention, as shown
by the paired-samples t-tests and Wilcoxon signed-rank tests. Results from the GLZs showed that
both level and experimental condition significantly influenced the gains in knowledge of TW
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forms and meanings. However, viewing captioned video only played a significant role in high school,
not at university. Regarding the second research question, the GLMs revealed that both listening skills
and vocabulary size significantly influenced the extent of learners’ gains in knowledge of TW forms
and meanings, while language aptitude only proved to be statistically significant in the learning of
TW meanings.
TW form
The results from the spelling test show that significant word form learning occurred in both con-
ditions. This is understandable since deliberate attention to language items can lead to learning if
learners become aware of the target language input (Schmidt 2010). In the present study, the TW
words were presented at the beginning of each session through a range of exercises and then
encountered again on the post-tasks. In this way, participants’ attention was directed towards the
target vocabulary and they could employ previously developed language learning strategies to do
their utmost to learn them.
Participants’ level of study influenced the learning of TW forms as the university group learned
comparatively more than the high school group; this is in line with previous research that found a
positive effect for proficiency on vocabulary learning from TV viewing (e.g. Frumuselu 2015; Peters
and Webb 2018). However, the extra exposure to the word forms provided by viewing captioned
video was significantly beneficial not for the university group, but for the high school students.
This advantage can be explained with reference to the higher proficiency level of the university
students and their greater language learning experience. Learners at lower levels (i.e. the high-
schoolers) may be assumed to have less developed FL skills and language learning strategies com-
pared to the more advanced learners (i.e. the university group). It could be argued that viewing
captioned video would be particularly beneficial for less proficient students because it would
allow them to hear and ‘see’ the target vocabulary in context and would provide additional
input for learning. L2 subtitles in particular would help them match the aural and written
forms of words (Borrás and Lafayette 1994; Peters, Heynen, and Puimège 2016). In this sense,
the exposure to the TWs delivered at the beginning and the end of classes, which was the
only input received by the CGs, could be seen as less effective for learning for the less proficient
learners. In the case of the more proficient university learners, extra exposure to the TWs through
captioned video viewing may have been unnecessary; the formal instruction and teacher feedback
received by both EG and CG could have been sufficient to trigger their learning of the TWs. Cer-
tainly, as in other studies (Laufer 2005; Schmitt 2008), there is evidence to suggest that intentional
learning can lead to greater and faster vocabulary gains in the L2, at least at more advanced profi-
ciency levels.
It has to be acknowledged that the number of word forms learned could have been higher for all
conditions: the EGs gained 32.96% of TW forms and the CGs 27.95%; in other words, 13 word forms in
the EG and 11 in the CG out of a total of 40. Seventy five percent of the TWs appeared between two
and four times in the eight video episodes shown; it may be that more encounters are needed to
trigger greater word form learning, as has been suggested by previous research (Rott 1999;
Waring and Takaki 2003; Webb 2007).
Regarding possible mediating factors influencing vocabulary learning supported by captioned
video viewing, our study confirms a role for proficiency in TW form gains, as established by existing
research (Montero Perez et al. 2014; Peters and Webb 2018). The GLM results suggest that the higher
a student’s vocabulary size and OPT listening score, the greater the gains in TW form knowledge
when exposed to captioned video viewing. In connection to this, Webb and Rodgers (2009) found
that knowledge of 3,000 word families was enough to enable successful television viewing; specifi-
cally, they claimed that in older programmes (the category in which they included two episodes
of I Love Lucy), knowledge of the first three thousand words allowed for 96.26% of lexical coverage,
which has been said to be enough for reasonable comprehension of a text (Laufer 1989). In the
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present study, 95% lexical coverage was achieved at the 2 K level, indicating that knowledge of the
most frequent two thousand words of the English language was enough to understand the TV epi-
sodes selected. EG learners had a mean VS of 3,455 (high school group) and 4,528 words (university
group), which should have enabled them to understand the audiovisual materials reasonably well.
Our argument is that students with a higher VS are likely to be better able to concentrate on new
(unknown) vocabulary, such as the TWs in this study, and allocate greater attentional resources
and learning strategies to decipher their aural and written forms. This explanation can be extended
to explain the significant role that listening skills appeared to play in the learning of TW forms. Par-
ticipants’ developed L2 listening skills would have allowed them to parse speech and better isolate
the word forms they were exposed to. Of course, if this did not suffice in the case of more challenging
vocabulary, participants could still resort to the captions and the written forms of the target vocabu-
lary, engaging their reading rather than listening skills.
Aptitude, however, was not found to be relevant in TW form gains, based on the GLM results. This
could be due to the way the participants approached the task of learning the TWs. This learning task
was presented in a highly explicit, teacher-led fashion both for the EG and the CG, a format that all
participants would have been familiar with. Participants may have simply engaged relatively superfi-
cial learning strategies such as memorisation, note-taking or selective attention, thus focusing on the
TWs only. Although the overall learning gains were not impressive as compared to the total number
of words that could have been learned, it might be the case that the learning experience during the
intervention was insufficiently challenging, as students were presented only five words in each
session. We therefore suggest that higher proficiency, wider learning experience, and other learning
mechanisms, abilities and strategies could be diminishing the impact of aptitude, as they have been
found to do in the case of other cognitive abilities (Robinson 2001), such as working memory (Gilabert
et al. 2016). Thus, it would appear that students at this level of proficiency and with this video input
did not need to draw so much on language learning aptitude to process forms of novel vocabulary,
though they might have had to if the target vocabulary and the content of the videos had been more
demanding (relative to their proficiency level).
TW meaning recall
The results of the GLZ on the meaning recall test also showed a significant effect for level. It should be
noted that the content of I Love Lucy was probably more suitable for the university students, regard-
less of their higher proficiency. Although this TV show is a situation comedy with recurrent clichés
and jokes, the high school students may have needed more scaffolding and content support to
understand the storyline and to adjust their worldview to the one shown in the series. This could
have added to the overall multimodal cognitive load (Mayer, Lee, and Peebles 2014) and, therefore,
may have played against their vocabulary learning. The less proficient participants may have found
the novel vocabulary less accessible because they were more focused on processing other aspects of
the video, such as external references or grammatical forms, besides the images and the captions. In
contrast, the university students, who we assume were able to understand the content of the video
more easily, may have been better able to direct more of their mental capacity to attending to the
novel vocabulary.
The significant differences between the experimental and the control groups concerning TW
meaning recall confirm other research which has found that the co-occurrence of TWs with associ-
ated on-screen imagery can support vocabulary learning, especially of low-frequency vocabulary
(Rodgers 2018). In our study, learners in the EGs benefitted from on-screen exposure to the TWs,
75% of which were mid- or low-frequency according to Nation (2013), but expressed mostly concrete
concepts, following Brysbaert, Warriner, and Kuperman (2014) (see Appendix). That learners could
often see a visual representation of the concept while being exposed to the aural and written
form of the word could be argued to be particularly supportive to learning meaning. This argument
is in line with Mayer’s multimedia principle, according to which ‘people learn better from words and
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picture than from words alone’ (Mayer 2009: 4). When simultaneously exposed to words and images,
learners are able to build verbal and visual mental representations and establish connections
between the two, which leads to greater depth of processing and meaningful learning. When pre-
sented with words alone, learners can only build a verbal mental model, and it is less likely that
they will build a visual one, such that connections between the two systems are less likely.
As noted in the case of TW form, the meaning recall test results suggest that the less proficient
group benefitted more from hearing and seeing the TWs in context, and from the visual support pro-
vided by the video. This is in line with Mayer’s (2009: 223) suggestion that the multimedia principle
‘may apply more strongly to low-knowledge learners than to high-knowledge learners, presumably
because low-knowledge learners need guidance in building referential connections between pictorial
and verbal representations’.
Again, it has to be acknowledged that the number of word meanings learned could have been
greater for the experimental conditions: the EGs showed a gain of 19.88% or an average of
around 8 word meanings out of 40 per student, compared with the CGs’ gain of 14.23%, around
six word meanings per student. Nevertheless, these gains are in line with those reported in other
studies in the field. Peters and Webb (2018), for instance, found gains of 8.31% in the EG and
3.35% in the CG on the meaning recall test, while Rodgers (2013) found that the EG gained
26.20% and the CG 23.14% of the TW meanings on average, based on the two tests (tough and sen-
sitive) used. However, both these studies differed significantly from ours in that they did not involve
any formal explicit instruction of the TWs. In addition, Peters and Webb’s EG did not view the video
with captions, while Rodgers used a meaning recognition test, rather than a meaning recall test, as in
our case.
As with the TW form results, proficiency was found to mediate TWmeaning learning supported by
captioned video viewing. Our results concerning the facilitating effect of vocabulary size confirm
those from previous research on vocabulary learning and video viewing (Montero Perez et al.
2014; Montero Perez, Peters, and Desmet 2015). As argued by Na and Nation (1985), larger vocabulary
size helps learners derive word meanings from context. There are several reasons for this: firstly, the
encounters of unknown words will be fewer; secondly, new contexts will be easier to interpret with
consolidated knowledge of the vocabulary co-occurring with the unknown words; and thirdly, the
learning burden of new words will be lessened thanks to learners’ greater mastery of the rules of
the language, and hence word meanings will be more easily and rapidly learned (Webb and
Nation 2017).
The GLM also showed that the stronger learners’ listening skills, the greater the gains in TW mean-
ings. As the ‘quality of a learner’s listening comprehension is strongly dependent on his ability to
cope with the heavy on-line processing demands of understanding spoken input’ (Staehr 2008:
148), it stands to reason that stronger listening skills should lead to better comprehension, which
involves understanding word meaning. With stronger listening skills, learners are better able to
pick up new words and work out their meaning, or consolidate their understanding of partially
known vocabulary. Better listening skills can also help L2 listeners to distinguish vocabulary that
they might otherwise fail to identify (van Zeeland 2013). As was the case for learning word forms,
this will foster their segmentation abilities, which will also contribute to better listening comprehen-
sion and thus facilitate word meaning learning.
Unlike the results relating to TW form gains, TW meaning gains after captioned video viewing
were influenced by aptitude scores. As explained above, three out of the four LLAMA sub-tests
(LLAMA B, E and F) tap into explicit language aptitude. The learners in this study were generally
used to focusing on word meaning explicitly as part of their formal language learning, and during
the pre-teaching associated with this study, explicit focus was drawn more to TW meaning than to
form. While learning the TW forms was no doubt a more straightforward procedure, possibly
engaging superficial learning strategies rather than any language aptitude, learning TW
meaning may have involved a greater cognitive involvement where language learning aptitude
may have come into play.
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Conclusion, limitations and further research
Our findings relating to vocabulary learning supported by captioned video viewing are consistent
with previous research, showing that captioned video can provide an effective support for
instructed vocabulary learning, particularly for less proficient learners. It has been found that
using TV series in the classroom is not detrimental to learning, as the CGs did not significantly out-
perform the EGs. However, the CGs in this study also proved to benefit from the guided exposure to
the target vocabulary. Therefore, it seems sensible that, if some video viewing activity is
implemented in the classroom, this should be complemented with some focused activities so
that all students make the most of the video viewing experience. It might also be recommendable
to show the videos with textual support, as they seem to especially facilitate the learning of TW
forms. Without these two conditions (focused video viewing and captions), it is likely that the
gains would have been lower and the intervention less beneficial. Finally, this in-class rich learning
experience from TV viewing might also have the potential to guide more informal, out-of-class
learning (Webb 2015), in which vocabulary may be learned incidentally given the right number
of encounters.
This study also suggests that higher proficiency, and aptitude to a certain extent, matter in voca-
bulary learning in relation to the support offered by captioned video viewing. If video content is
demanding (relative to the students’ proficiency), novel vocabulary learning is less likely, but
higher aptitude could play a role here. If video content is easier (relative to one’s proficiency),
novel vocabulary learning is more likely, and aptitude may not be a factor in whether a learner
can use the video input to enhance their vocabulary learning. Thus, four factors – the video
content difficulty, the amount of novel vocabulary in the video, the proficiency level of the learners,
and their language learning aptitude – may interact, counterbalancing or counter-acting each other.
When the four factors are aligned at optimum level, there is strong potential for successful new voca-
bulary learning.
This study is not without limitations. For instance, some of the characteristics of the TWs could
not be totally controlled for (e.g. part of speech, frequency of occurrence or word length) as it is
almost impossible to control for these factors when using authentic audiovisual materials in the
classroom. However, these authentic materials guarantee the ecological validity of this research.
Another limitation lies in the inclusion of a final focus on the TWs at the end of each session
as the students’ attention was drawn to them. This might have had an effect on learners’ proces-
sing of the TWs and so could have increased learning gains. However, as both groups went
through the same procedure (except for the EG’s extra exposure to the TWs in the captioned
video), the effects of the processing of the TWs should logically have been the same for both
experimental conditions. Further, as the study took place in ‘real’ classes, rather than in a labora-
tory setting, it was not possible to check in any way whether the participants in the EGs were actu-
ally reading the captions or not when viewing the video, and thus, whether they in fact received
additional exposure to the written forms of the TWs. Eye-tracking could be used to check this in an
experimental setting. Eye-tracking studies have already confirmed that learners do tend to read
captions, which benefits later word recognition (Montero Perez, Peters, and Desmet 2015),
though their eye behaviour is conditioned by their age and proficiency (Muñoz 2017), the partici-
pants’ L1 (Winke, Gass, and Sydorenko 2013) and the genre of the videos (Gilabert et al.
forthcoming).
Regarding further research, a delayed post-test would shed more light on the actual learning and
retention of the TWs in the long term. In addition, although we have referred to the argument that co-
occurrence of a TW (aurally and its written form in captions) and its visual representation on-screen
supports the learning of TW meaning, it should be noted that this idea was not analysed in the video
episodes used in this study. It would therefore be interesting to analyse the extent to which the visual
and verbal representations of the forty TWs co-occurred, and to investigate whether this had any
association with participants’ learning.
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Notes
1. Named after the Gospel according to Matthew in the New Testament: ‘For to those who have, more will be given,
and they have an abundance; but from those who have nothing, even what they have will be taken away’
(Matthew 13:12, New Revised Standard Version Bible).
2. By teacher-led instruction we understand pre-teaching the TW forms and meanings through a focus-on-forms
vocabulary task at the beginning of the class (for both experimental and control groups) and the administration
of a vocabulary post-task after viewing the episode (experimental group) or at the end of class (control group).
3. Throughout the paper, multimodal input is understood as the simultaneous presentation of L2 text (subtitles), L2
sound (soundtrack) and video image.
4. In this paper, L2 subtitles and captions will be used interchangeably.
5. Interestingly, some aptitude component tests which, per se, might not be expected to be related to vocabulary -
e.g. the Language Analytic Ability test of the Pimsleur Language Aptitude test (PLAB) (Pimsleur, Reed, and Stan-
sfield 2004) - have been found to associate with differences in L2 vocabulary size, though not in L1 vocabulary size
(Dąbrowska 2019).
6. If all the meanings had been accepted on the pre- and post-tests, it would not have been possible to know
whether participants learned them thanks to the TV series or for any other reason.
7. For this correspondence, only the scores of the X_Lex test were taken into account as Meara and Milton (2003),
Milton (2010) and Milton and Alexiou (2009) did not administer the Y_Lex test. As seen in Table 3, the total score
of both vocabulary size tests was 4,415 words for the university group and 3,475 for high-schoolers.
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Beady eyes 2 2 4k N 3.46 N
Bucket 5 5 2k N 4.96 N
Cheapskate 2 2 17k Adj. 3.26 N
Choppy 3 3 11k Adj. 2.92 N
Conductor 4 4 3k N 4.26 N
Crowbar 3 5 12k N 4.87 N
Crummy 4 4 14k Adj. 2.57 N
Cue tip 2 2 5k N 3.31 N
Cuffs 5 5 6k N 4.61 N
Curler 4 4 2k N 4.13 N
Downtown 4 4 Off-list N 4.39 N
Dummy 3 3 6k N 3.96 N
To fool 3 5 2k V 3.19 N
Forecourt 6 6 13k N – N
To forge 4 4 4k V 4.04 N
Furnace 2 3 7k N 4.69 N
Galoshes 4 4 16k N – N
Gear 2 2 2k N 4.28 N
Grapefruit 2 3 9k N 4.96 N
To hobnob 2 2 16k V – N
Hunk 2 3 9k N 3.79 N
Mitten 3 3 10k N 4.89 N
Newsstand 2 2 Off-list N 4.71 N
To peek through 5 5 7k V 3.62 N
Penthouse 5 5 10k N 4.36 N
Preview 4 7 6k N 3.20 Y
Razor 3 3 6k N 4.90 N
To roll 6 7 1k V 4.16 Y
Rubdown 4 4 Off-list N 3.62 N
Rugged 3 3 6k Adj. 2.75 N
Seasick 2 2 Off-list Adj. 3.18 N
Sneaky 2 3 5k Adj. 1.97 N
To sneeze 2 2 8k V 4.03 N
To snore 3 3 7k V 4.39 N
Tenant 4 4 4k N 4.55 N
Tonsils 6 6 12k N 4.72 N
To totter 4 4 10k V – N
To tuck in 2 2 4k V 3.86 N
Upper berth 4 4 7k N 3.37 N
To vacuum 2 2 5k V 4.22 N
Notes:
*COCA: Corpus of Contemporary American English (Davies 2009).
**Concreteness ratings taken from Brysbaert, Warriner, and Kuperman (2014).
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